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Abstract. One of the issues to be faced by countries in central and eastern Europe and parts
of Asia undergoing transition to a market economy is how to prepare students for the new
environment. This article explores the experience from a three year Technical Assistance to
the former Commonwealth of Independent States (TACIS) funded project aimed at reforming
economics education at the School of Economic Studies (SES) within the National University
of Mongolia. The focus of the project was initially on curriculum reform, but it soon became
evident that to be effective this would need to be supported by managerial reform.
The article therefore commences by briefly outlining the context of the reform process in
Mongolia and by describing the nature of curriculum reform within the SES, including issues
relating to the learning environment, course content and structure, and learning and assess-
ment methods. That leads to an analysis of consequential reform of institutional management
including issues relating to the codification and common ownership of information, conditions
of service of staff, financial flexibility and management information systems.
The article reflects on achievements and constraints of implementing reform at a sub-
institutional (School) level and concludes with a summary of findings which might be of
general value to those involved in the management of change as institutions begin to prepare
their students to operate within a market economy.
Introduction
Political changes in central and eastern Europe and parts of Asia during
the 1990s have led to significant reform of higher education systems as
they have sought to adapt to, and prepare students for work in, a market
economy. Familiarisation with western systems and approaches has been
facilitated by a range of aid programmes. Much of the work involved in these
programmes has been at a policy level, usually involving interaction with
ministry and senior institutional personnel. As a consequence much of the
published literature is concerned with policy change.
For systems to change, however, policy priorities have to be turned into
ministerial and institutional action. In particular, if students are to be prepared
for living and working in a market economy, their time in higher educa-
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tion needs to be spent following a curriculum which is responsive to the
new environment and sensitive to the local cultural, economic, political and
social conditions. Institutions of higher education will themselves need to be
organised and structured in such a way as to reflect the demands of greater
devolution of authority from central organs of government to an institutional
level and will need to adopt staff training and development policies and prac-
tices to fit their managerial staff for the wider responsibilities that greater
institutional autonomy demands.
This article, which is based on the findings from a project at the School
of Economic Studies (SES) at the National University of Mongolia (NUM),
addresses some of these institutional issues. It is concerned in particular
with the nature of curriculum reform, its impact on the management process
and the character of consequential managerial reform. The article explores
the opportunities and constraints of working within one part (the SES) of a
larger organisation (the NUM). Although the case study is based on a specific
Mongolian institution it is believed that the findings may be of benefit to
others working in the area of institutional reform in parts of the world moving
from centrally planned to market economies.
The Mongolian context
Mongolia is a landlocked country with a population of 2.3 million and with
one of the lowest population densities in the world. Although never a part
of the former Soviet Union, the national revolution in Mongolia in 1921
was followed by the increasing integration of the Mongolian economy into
that of its geographical neighbour (Hall et al. 1997) and by a corresponding
transformation of the Mongolian economy from one based primarily upon
nomadic agricultural production to one with an industrial sector.
In common with many transitional economies and partly as a consequence
of changes occurring within the former Soviet Union, 1990 was the year in
which dramatic political change occurred. The Mongolian People’s Revolu-
tionary Party (MPRP) won a multi-party election with a manifesto which
included the creation of a market oriented economy and a pluralistic society
guaranteeing democracy, freedom of information and human rights (Collins
and Nixson 1991). These political changes were followed by significant
economic hardship directly associated with the collapse of the former Soviet
Union. In particular, the loss of foreign resource transfers from the Soviet
Union and consequential withdrawal of significant economic support in the
form of grants and low interest loans provided Mongolia’s economy with a
severe economic shock which was compounded by an accompanying loss
of export markets (Yusuf and Burki 1992). This led to a substantial fall in
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government expenditure on education. Between 1990 and 1992 government
expenditure in this area fell by 56 per cent in real terms (Wu 1994). As in
other sectors of the education system the impact of this dramatic decline in
state funding on higher education should not be underestimated.
By 1990 the education system in Mongolia reflected Russian influence:
reliance on centralised manpower planning; teaching and learning styles
which emphasised rote learning; five year undergraduate degree programmes;
Russian as the first foreign language of the population; reliance on textbooks
in the Russian language [only 15% of texts used in higher education were
in Mongolian (Spaulding 1992)]; specialist institutions geared to the profes-
sions; and research generally undertaken in research institutes attached to
the Mongolian Academy of Sciences rather than in institutions of higher
education.
In the immediate post-1990 period, reforms reflected the withdrawal of
Soviet dominance and a move towards a market economy. English became
the first foreign language of students; degree courses were shortened; student
fees in public higher education institutions were introduced; a students’ loan
scheme was established; private institutions developed; and there was an
expansion in the number of universities (Bray et al. 1994). Before 1990 the
National University (then named the Mongolian State University) was the
only university in the country, but since that date five other universities (Agri-
cultural University, Medical University, Technical University, Pedagogical
University and the University of Art) have been created. As in other former
centrally planned economies, there has also been an explosion in the number
of private institutions of higher education with forty-six in existence by the
mid 1990s (UNDP 1997).
A development of particular relevance to this article was the reorganisa-
tion during the early 1990s of the Faculty of Economics at the NUM into an
Economics Institute “with a mandate to develop new programs which suit the
market economy” (Spaulding 1992). The Institute was one of three organi-
sations established or re-organised during this period in order to provide
better training for the new market economy, the others being the Economics
College, a semi-autonomous college under the Ministry of Education, and a
Market Institute, a restructured training centre formerly under the Ministry of
Trade but since 1991 under the Ministry of Education (Spaulding 1992).
It was in support of the Economics Institute that a Technical Assistance
to the former Commonwealth of Independent States (TACIS) funded project
was developed. The terms of reference of that three year project, undertaken
by the University of Manchester and CfBT (Council for British Teachers),
were that the Economics Institute was “to be organised in such a manner as
to reflect the demands of a market economy”; “to be the leading provider, in
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Mongolia, of training courses and materials at BSc and Master’s level adapted
to the realities of a market economy”; and to be “capable of providing high
level economic policy advice and contract research activities to the public and
private sector that reflect the realities of the market economy” (TACIS 1995).
It is the findings of that project on which this article is based.
The Economics Institute was renamed as the School of Economic Studies
in 1996. It comprised some 1250 undergraduate students (950 full-time;
240 evening; 60 correspondence), 35 masters degree students and 80 full-
time academic staff. The SES was one of ten schools of the NUM. At the
commencement of the project it comprised eleven departments (Accounting,
Management, Marketing, Economics, Econometrics, Finance, Statistics,
Mathematics, Demography, Banking and Information Systems). The SES
was headed by a Director appointed by the Rector of the University. A change
of government in 1996 precipitated the appointment of a new Rector which
in turn led to the appointment of a new Director of the SES. The Director
was assisted by two Deputy Directors (one as Head of Studies and the
other as Head of Research). Critical support staff comprised the Director’s
secretary with some student record functions; a study officer responsible
for timetable and examination arrangements and who also had some student
record functions; and a School accountant.
The undergraduate programme was of four years duration, each year
being divided into two semesters. As in other former Soviet nations, students
followed highly specialised degree programmes (Struthers et al. 1994). There
were 11 such programmes: in Accounting, Statistics, Banking, Demography,
Demography and Statistics, Economics, Information Science, Management,
Marketing, Insurance and Tax. These schemes included a common first
year comprising eleven compulsory subjects (History of Mongolia, Law,
Russian, English, Mathematics, Conversation Culture, Economics, Informa-
tion Systems, Business and Society, Economics History and Physical
Training). Each of the subsequent years primarily consisted of courses in
subjects related to the specialist area of study. This was complemented by
the study of courses such as Politology, Linear Programming and Probability
Theory common to all students. As a consequence there was some cross-
departmental teaching and some teaching given to SES students by staff in
non-SES departments. In addition, some staff, particularly those from the
English Language Support Centre, undertook teaching to students in other
schools and institutes of the University.
The masters degree programme lasted three semesters for SES graduates
and four semesters for graduates of other institutions. This course acted as
a major source for recruitment of staff for all Mongolian business-related
higher education institutions.
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In line with financial reforms introduced during the early 1990s income
for the SES was derived partly from government subvention and partly from
student fees (Bray et al. 1994). Staff contracts were governed by teaching
hours which encouraged high contact time. Wages were very low (6300–6700
tugriks per month for a senior lecturer in September 1993 [about US$ 16])
and given high inflation, many people engaged in second occupations in order
to survive (Bray et al. 1994), sometimes in private academic institutions.
Research and consultancy income, where it existed, went mainly to supple-
ment staff salaries. There was no tradition of income generating activity to
bolster the financial position of the institution.
Analytical context
Although the basis of this article is specific to the School of Economic Studies
within the National University of Mongolia, frameworks for analysis of the
change process need to take into account not only the Mongolian context and
associated data and literature but also international literature on curriculum
and managerial reform. In the Mongolian context, Spaulding (1992) has
outlined the development of higher education up to early 1992 whilst Bray
et al. (1994) explored the educational dimensions of transition taking place in
Mongolia up to 1994, concentrating in particular on the costs and financing
of higher education. These accounts form part of the growing literature on
the reform movement in central and eastern Europe and parts of Asia and
its impact on higher education systems and structures (for example, Sadlak
1994; Eisemon et al. 1995; Mauch and Sabloff 1995).
The purpose here is to explore aspects of reform and how they impact
on the curriculum and management at an institutional level. In terms of
the curriculum, effective reform was viewed as being linked to a notion of
curriculum which recognised the multi-dimensional nature of this concept
(Stenhouse 1975; Skilbeck 1990). Implicit in such an approach is the need to
take account of the inter-relatedness of a variety of factors, such as learning
resources, learning styles of students, content and structure of courses,
learning environment and assessment of students. An important consequence
of this approach is the view that isolating reform to a single theme such
as an overhaul of the content of courses is neither desirable nor workable.
Placing the problems associated with curriculum reform as a central tenet
of the reform process (Stenhouse 1975) was viewed as being of fundamental
importance most especially in the transitional context prevailing in Mongolia.
This approach of inter-relatedness in curriculum reform is also important
in consequential managerial reform. It has been suggested, for instance, that
organisations are composed of the interacting variables of task, technology,
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structure and people and that change in any one of these variables is likely
to lead to compensatory (or retaliatory) change in others (Leavitt 1965). To
achieve effective management, therefore, these inter-related variables need to
be kept in equilibrium (Perrow 1967; Kochan and Useem 1992; Nadler et al.
1992). Failure to address this inter-relatedness is likely to lead to a period of
mismatch (Donaldson 1987; Mohrman and Lawler 1993).
It also had to be recognised that “organisational change is not just a
matter of changing technologies, structures, and tasks. More fundamentally
it entails a change in values and beliefs that employees hold” (Mohrman
and Lawler 1993). This was particularly so given the change in govern-
ment policy towards a greater reliance upon markets after seventy years of
communist rule. From the outset, therefore, it was essential to be sensitive
to the history and culture of the institution and to the backgrounds, percep-
tions and previous experiences of staff and students (Keller 1982; Handy
1993), particularly with regard to their understanding and appreciation of a
market economy. To enable the institution to respond to this new environment
the multi-dimensional nature of institutional culture (Davies and Morgan
1982; Thomas 1996) needed to be addressed, with encouragement away from
bureaucratic and towards more collegial (Millett 1962) and entrepreneurial
(Davies 1987; McNay 1995) approaches.
Consequently, in both curriculum and managerial reform, it was likely
that, as in the context of reform to financial management in central and eastern
Europe (Thomas 1998), an holistic approach to the management of change
would prove to be the most effective with all the various components welded
together within a planning strategy which could respond to a rapidly changing
socio-economic and technological environment (Scott Morton 1992).
Curriculum reform at the school of economic studies
Content and structure
An initial stage in the process of curriculum reform was an analysis of the
existing curriculum and of the extent to which it enabled students to develop
their understanding of market economies. The gathering of basic data in this
area, intended to provide a more informed basis for future changes, was
hampered by the fact that little written information existed beyond the title
of courses. Where such written information did exist there was a marked
reluctance on the part of its academic ‘owners’ to allow it to enter the public
arena. In part, this was due to a general tendency not to record such informa-
tion in writing. An absence of information technology and paper shortages
were significant factors in this respect. However, there was also a more
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specific, cultural tendency amongst Mongolian academics to regard details of
courses for which they were responsible as their own intellectual property, the
sharing of which would undermine their value in the employment market by
providing opportunities for competing individuals and organisations. Specific
information about courses, therefore, was usually found within the contents
of academics’ lecture notes. This issue was addressed through a series of
workshops at which this matter was discussed with Mongolian counterparts.
One of the outcomes of these workshops was a broad agreement about the
need for course outlines. It was evident, therefore, that there were issues about
codification of information and common ownership in the decision-making
process which would need to be addressed.
Information collected on the nature of the existing curriculum formed
the basis of a dialogue between educationalists and economists from the
University of Manchester and Mongolian counterparts. The outcome of this
dialogue was reformulation of the undergraduate curriculum to meet the
needs of SES students through a more general knowledge and understanding
of economics and associated subjects in the early years of the programme
leading to a greater degree of specialisation in areas such as management
and banking during the last two years of the programme. In addition, many
courses required updating in terms of content to reflect more recent develop-
ments and to introduce more explicitly concepts, ideas and theories associated
with market economics. This process of curriculum reform led not only to
the reformulation of existing courses, but to the wholesale removal of indi-
vidual courses such as Conversation Culture from the foundation year of the
undergraduate curriculum and the extension of a common core of foundation
courses to the first semester of the second year. A number of courses, such as
Linear Programming and Russian, which had previously occupied positions
of central importance in the curriculum in terms of student contact hours were
allocated less teaching time and reformulated accordingly.
The first three semesters of the reformulated curriculum, as it existed by
the end of the project in October 1998, is shown in the table below. As
discussed above, the first three semesters (one and a half years) was common,
giving a basic foundation. This was followed by specialist strands in Busi-
ness Administration, Accounting and Finance, and Economics. Each strand
contained a majority of core subjects and a limited choice of options.
Learning and assessment methods
Along with changes in the content and structure of undergraduate courses
at the SES, reform was initiated in terms of the learning methods to which
students were exposed. Under the old curriculum, students were highly
dependent upon their lecturers in terms of the manner in which they engaged
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Table 1. Semesters 1–3 of the undergraduate curriculum at the SES
Year 1 (Semesters 1 and 2) Year 2 (Semester 1)
English 1 Business English
English 2 Microeconomics
Russian Macroeconomics
Economics 1 Information Technology 2
Economics 2 Accounting
Information Technology 1 Marketing
Mongolian Economic History
Mongolian History
with subject content; the sources of information made available to them;
and the assessment methods used to evaluate their progress and develop-
ment. For example, lectures consisted almost exclusively of the dictation of
notes by lecturers; the only learning materials available on many courses
were notes provided by the same lecturers; and assessment was dominated
by oral examinations again undertaken by the same lecturers. This was
consistent with trends at the University in general where, since 1990, the
total number of hours required in the various courses had increased drama-
tically (Spaulding 1992). Significant contributory factors in this respect were
severe resource and infrastructural constraints, including paper shortages,
low salaries for staff, a chronic shortage of Mongolian language-based,
economics-related learning materials, poor English and other European
language skills amongst both staff and students and non-existent departmental
budgets. These constraints meant that many options aimed at breaking down
the culture of dependency, such as the mass importation of learning materials,
would not have been viable. Instead, it was agreed that a culture of student
independent learning should be developed, supported by the following means:
 teaching hours were cut by 18 per cent from an average of over 30
hours per week in order to provide opportunities for students to engage
in independent study. This had implications for teachers’ contracts of
employment which were based on teaching contact hours;
 teaching was reorganised to provide lecturers with greater contact with
students through seminars and less through lectures;
 an Independent Learning Centre was established which not only
provided students with a much needed area of study space within
the SES, but was also stocked with Mongolian language study packs
specifically based upon the reformulated courses. These study packs
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contained a variety of materials including self-assessment questions,
case study materials and problem solving exercises. Their preparation
was the responsibility of members of staff. This required both a degree of
flexibility in the allocation of resources to provide funds for the produc-
tion of materials and a degree of commitment from members of staff as
it implied a variation in the work which was expected from them and
had further implications for their contracts of employment;
 the assessment system shifted from one based mainly upon oral exami-
nations to one based primarily upon written examinations and course-
work;
 the students were provided with more guidance and support through
study skills classes and written information about their course
programme, individual courses and the SES itself.
Impact on management
The curriculum reform process at the School of Economic Studies led to a
realisation that for the reform process to be effective it would need to be
supported by managerial reform. From the above account it will be seen that
there was an immediate need to address issues of codification of information
and ways of engendering a concept of common ownership of information.
These were issues which arose naturally out of curriculum reform and could
be addressed within the confines of the SES. They led, however, to issues
relating to contracts of employment and enhanced flexibility in the use of
resources which went wider than the SES and had to involve senior University
managers, and indeed the Ministry of Education, to be resolved. There also
evolved a recognition that management information and the use of technology
would have to be improved. All these components supported the concept of
cultural change but needed to be welded together within a strategic plan for
the SES. Each of these components will be considered below.
Codification
The process of defining and describing the curriculum was, as is implied by
the introductory section of this paper, of significant importance. At the outset
of the project not only was there no written description of the curriculum,
but it was difficult to decipher, in the absence of such information, its shape
and structure. The process of drawing together information led to some
valuable insights into the nature of the curriculum, including: the extent
of duplication of subject content between lecture courses in the various
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specialist programmes within the SES; significant variations in the attend-
ance and assessment demands placed upon students for courses with similar
credit weightings; and very low levels of awareness amongst academics about
the nature of the overall curriculum to which their individual courses were
contributing.
These issues were addressed in three different ways:
 by the simple process of coding courses to enable a clear distinction to
be made between courses with similar titles and content. This provided
a more transparent basis for the process of making decisions about the
future shape of the curriculum;
 by introducing a standard format with information about course content
and assessment demands to be completed by academics and made avail-
able for all students through the Independent Learning Centre. Again
this allowed for more informed decisions to be made about the future
positioning of all courses within the reformulated curriculum;
 through efforts, described in the next section, to facilitate greater
common ownership of the curriculum.
Common ownership
If the sharing of information about different parts of the curriculum was to
be achieved and common ownership of the curriculum realised more oppor-
tunities needed to be established to bring staff together to discuss common
issues. The process of decision taking also needed to be widened to involve
staff who had not previously been a part of the decision-making process.
This was addressed in two ways. At a departmental level seven depart-
ments were grouped into three faculties in order to achieve some com-
monality between related disciplines and to encourage staff within related
disciplines to discuss curriculum issues of common concern. Such a
procedure, however, relied upon the heads of the faculties having the strength
to weld together staff who did not have a history or culture of working
together. As in other countries, an academic’s loyalty in Mongolia is firstly
to his or her discipline and only secondly to any concept of faculty, school
or university (Becher 1989) and it soon became apparent that programme
leaders needed to be appointed to give voice to the concerns of subject
groupings.
At the level of the School a simple committee structure was established.
Historically there had been a Director’s Committee to advise the Director
on all aspects of the School’s activity. Unlike in the UK, for example,
where School Boards may have an academic function, but where integra-
tion between academic and business matters is somewhat problematical, in
the SES there was already in place a body which could readily be adapted
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to incorporate a range of responsibilities of both an academic and busi-
ness nature. Consistent with the themes emerging from the reform process,
committees were established in the areas of:
 personnel to address issues of conditions of service, promotion proce-
dures and criteria, appraisal schemes and staff development and training;
 teaching to address issues of curricula reform, examination arrange-
ments, student progress, time-table arrangements and quality assurance
procedures;
 research and consultancy to stimulate activity in these areas;
 planning and resources to establish a strategic plan for the School and to
formulate a resource allocation methodology consistent with the objec-
tives of reform. It was also felt necessary to ensure progress that the
Director should have a forum at which she could raise any issues with
a view to obtaining ownership of implementation. The Planning and
Resources Committee was given this role and it was the one committee
below the level of the School Board which was chaired by the Director.
These committees grew in authority during the period of the project. In
order to achieve a degree of cohesion specific questions were posed of the
committees. For instance, the Teaching Committee was asked specifically to
consider credit weightings for each course of the various programmes; and the
Personnel Committee was asked to consider how staff were to be assessed if
their contracts were no longer to be determined exclusively by contact hours.
Conditions of service
If curriculum reform were to be effective, however, it had to be underpinned
by changes in work practices. For instance, if contact time were to be reduced
and staff expected to write study materials, this issue could not be isolated
from employment contracts which were based on contact time and gave no
incentive for undertaking duties other than teaching. Issues therefore arose
relating to the whole area of contracts of employment, criteria for appoint-
ment and promotion, staff appraisal and quality assurance procedures. These
were considerations, however, which went wider than the SES. Contracts of
employment were issued not by the SES but by the NUM. It was therefore
necessary to instigate reform at a university as well as at a school level.
Alongside these reforms emanating directly from the impact of curriculum
reform lay the need to support a project objective that the SES should
be “capable of providing high level economic policy advice and contract
research activities to the public and private sector that reflect the realities
of the market economy” (TACIS 1995). The pervading culture was that staff
may in the past have undertaken consultancy activities but these had tended
to be of a private nature. There was now seen to be a need for the SES as a
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whole to develop consultancy activities. Moreover, as a School of the leading
university in Mongolia any international reputation which might be sought
would depend upon the establishment of a research record. During the course
of the project government reforms called for the incorporation of research
institutes within existing universities. As a consequence the Economics Insti-
tute of the Academy of Sciences was brought within the NUM as a faculty
of the SES with its Director as Deputy Director (Research) of the SES. This
development brought a research arm to the SES. At the same time impetus
was given to the Research and Consultancy Centre to act as a bridge between
the needs of local enterprises and the skills of the School with the objective
of increasing income generating potential and establishing an entrepreneurial
approach, the need for which had grown in importance, given the substantial
withdrawal of government financial support.
These imperatives of contracts and research, together with pressure to
reduce formal teaching time and for lecturers to write study materials, gave
impetus to the need to revise conditions of service. A new form of contract
reflecting the above objectives was devised and discussed with the Rector and
senior staff at the University as well as with the Director and staff at the SES.
The new contracts specified duties relating to teaching, provision of learning
materials, research, consultancy and other income generating activities. Such
a contract implied a significant cultural change. In particular, staff salaries
were low and it was usual for staff to engage in extra teaching or income
generation activities to increase their own personal remuneration. The new
contracts were therefore accompanied by a determination to increase salaries
to encourage the commitment and loyalty of staff.
There was much debate within the University about the new form of
contract. In particular, whilst staff at the SES had been involved in curriculum
reform and therefore understood the reasons for a more flexible contract, the
reasons were less apparent in other parts of the university. What emerged
during the first year of reform, therefore, was a contract with all the new
requirements but with an annex specifying how each member of staff’s time
would be spent. Contracts were for one year in the first instance, however,
and during the second year of operation the form of contract became much
more concise.
Alongside this debate about contracts, staff throughout the University
were allocated to one of six categories: Assistant Lecturer, Lecturer, Senior
Lecturer, Associate Professor, Professor and Outstanding Professor. On first
implementation of the new contracts this process of categorisation was under-
taken according to qualifications and experience, but subsequently appraisal
forms were devised and promotion was based on an assessment of perform-
ance. Within the SES this established a significant role for the Personnel
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Committee. The Committee also took on board the issue of staff develop-
ment. If members of staff were to be expected to shift the emphasis of their
duties then the issue arose as to how they were to be prepared, trained and
encouraged for that role. Here a significant role was seen for the heads of
faculty.
Financial flexibility
If students were to be encouraged to adopt self-learning approaches, funds
had to be made available to cover the production costs of study material and to
improve library facilities. Government funding to universities had been based
on a staff:student ratio of about 1:7, very favourable by western European
standards, but with little or no allocation for infrastructural support such as
equipment or libraries. The situation was exacerbated by the fact that avail-
able texts tended to be in Russian and geared towards planned economies
whereas what was now required was material focused on transitional and
market economies which could be read by Mongolian students whose foreign
language teaching at school level had shifted away from Russian towards
English (Robinson 1995). Authority to move funds between budget heads
was limited and there was therefore a danger that financial practices might
restrict the process of curriculum reform. As already noted, there was also a
need to increase staff salaries in order to gain commitment from members of
staff and to encourage different work practices.
There therefore developed a twin approach of, on the one hand, revising
conditions of service and allowing staff:student ratios to deteriorate through
staff wastage and an increase in student numbers whilst on the other hand
increasing staff salaries and investing in the library and other learning mate-
rials. Such a policy required the involvement of the Ministry of Education
to sanction greater flexibility in the use of resources. Some progress had
already been made in that income from students’ fees could be used at the
discretion of institutions. Following the elections of 1996, the new govern-
ment’s agenda for reform included the “privatisation” of universities. One
of the government’s first policy initiatives for the university sector was a
substantial reduction in its subvention to institutions accompanied by a liber-
alising reform which gave universities freedom to increase student tuition
fees at their discretion. Such a radical step was consistent with government
policy moving abruptly from the extreme of providing higher education free
of tuition fees to one that approached the opposite end of the spectrum (Bray
et al. 1994). Universities duly increased their fees, but student unrest at the
changes led to government intervention to persuade institutions to lower their
fees from originally agreed levels. Nevertheless, the balance of the change
was in favour of the universities. It was also clear that universities would in
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future have more flexibility to use their funds according to their own prior-
ities, a move which supported a shift towards a more entrepreneurial culture.
As a first step pump priming funds were established to support improvement
of learning materials.
Management information systems and use of technology
Such developments implied the need to improve record keeping functions.
This was consistent with the objective that the School of Economic Studies
should be “organised in such a manner as to reflect the demands of the market
economy” (TACIS 1995). Procedures and decisions needed to be docu-
mented; student record systems needed to be improved to provide a greater
degree of management information; and financial management needed to be
enhanced to assess performance at a faculty level and to instil a culture of
incentives and entrepreneurialism. It was not possible within the constraints
of the project to address such issues at the University level. As a consequence
improvements had to be limited to what could be achieved at the school level.
In organisational terms, responsibility for the maintenance of student records
was consolidated into the workload of the study officer rather than being
shared with the Director’s secretary; the use of databases and spreadsheets
was introduced with appropriate training for staff; the concept of splitting
student numbers into student load by faculties was introduced and income
and expenditure figures for the School were disaggregated into a cost centre
model showing the surplus or deficit for each faculty and support centre.
Access to the Internet was provided together with a local area network.
Strategic planning
Consistent with an initially planned output from the project, these various
strands, combining curriculum reform with management development, were
brought together within a strategic plan specifying short, medium and long
term objectives. The strategic plan incorporated as an objective the establish-
ment of strategic funds to support the production of student learning materials
and staff development activities.
An overview of the SES experience
Given the inter-dependent nature of the various institutional reforms which
were being undertaken, there is, perhaps, value in reflecting on the achieve-
ments and constraints which were evident during the project. There were
two primary constraints: culture and the narrow focus of the project on one
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School within the National University. Nevertheless, the decision to underpin
curricula reform with managerial changes has given the opportunity for
sustainable development.
Some of the changes were self contained within the SES. Not surprisingly,
it was these which proved to be the easiest to implement. Codification of
the curriculum, documentation of procedures, consolidation of the student
record function under the study officer, establishment of committee structures
to encourage wider ownership of issues, and the establishment of a strategic
plan could all be addressed through interaction with staff at the SES.
A second group of changes could also be addressed within the confines of
the SES but proved more difficult to implement because of cultural resistance.
Some of these might have been expected. It was far easier, for instance, to
establish common ownership of issues through the new School committee
structure than it was to establish integration between departments within
newly established faculties. The objective in establishing faculties had been
to break down the old insularity of small independent departments and to
encourage a cultural change. Whilst, towards the end of the project, faculties
were beginning to operate as management units, with previously centralised
functions being devolved to them, academics’ loyalties remained first and
foremost to their discipline which was departmentally based. This led to the
need for faculty heads to be supported by the appointment of subject leaders
in each of the old departments. It also proved difficult to establish an effective
Research and Consultancy Centre. Although the rationale of the Centre was to
bring together the skills of staff with the needs of local enterprises, the Centre
began to develop, not as a co-ordinating mechanism, but as a consulting unit
in its own right. As a consequence, the faculties regarded it as a competitor
rather than as an aid to income generation. This tension was exacerbated by
the culture of staff obtaining consultancies for their own private gain.
A third group of activities could not be accomplished within the confines
of the SES and relied on the support of senior staff within the NUM. Changes
to the conditions of service of staff were critical if curriculum change were
to be implemented and the duties of staff reoriented away from high contact
time towards a wider range of activities to support student self-learning and
research and consultancy development. Since contracts were issued by the
NUM, it was imperative to gain the support of the Rector and senior staff at
the university level. These staff, many of whom were already sympathetic to
the aims of the project, became involved in the reform process and began to
implement changes instigated within the SES at the university level. Discus-
sions with NUM staff in fact became as critical to the implementation of the
project as discussions with SES staff.
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In some areas of reform, however, the limitation of the project to the SES
placed severe restraints on management reform. This was particularly so in
two areas.
Firstly, the development of a student record system should ideally have
built on systems available throughout the University. A previous project at the
national level had aimed to establish an integrated system linking the Ministry
of Education with each of the state universities. Unfortunately this system was
not in operation within the NUM. Nor was it feasible within the constraints
of the project to establish a computer link between the SES building and
the main building of the NUM where the central administration was housed.
Paper records were maintained within the SES with periodic returns being
made to the central administration and to the Ministry. As a consequence,
and again given the constraints and nature of the project, it was decided to
concentrate on bringing a coherence to the management of the student record
system by unifying the record keeping function as a responsibility of the study
officer; familiarising the study officer and school accountant with the use of
databases and spreadsheets to improve student record keeping and financial
management information; and to enhance reporting and analytical capability.
A second constraint applied to the area of financial management where the
development of a cost centre model showing the income and expenditure for
each faculty and support centre could not be finalised because of inadequate
information at the University level on which to credit faculties within the SES
for their teaching of non-SES students. Moreover, since only one School was
adopting such techniques it was not possible to compare the financial strength
of the SES with that of other Schools within the University. This in itself had
implications for the use of such a model for strategic decision-making.
Conclusion
Work and studies on reform and change in higher education within countries
in transition to a market economy have tended to concentrate on national
systems. The project at the SES at the National University of Mongolia
has been concerned with change at a sub-institutional level. The experi-
ence from that project suggests that reform of management practices can
play an important part in underpinning curricula reform, but, because of
the environmental context, the areas of change may be limited or restricted.
Change at this level, however, gives an opportunity for in-depth discussion
and analysis of practical management issues which can then be expanded and
developed at the institutional level. Significant change, however, can best be
achieved by involving senior managers at the institutional level who can give
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support and can influence the wider environment within which the School, at
a sub-institutional level, is operating.
During the process of change at the SES, an inextricable link between
issues of curriculum development and administrative/managerial reform
became increasingly apparent. In the view of the writers, the speed, scope and
sustainability of curriculum change was likely to be influenced by the ability
of the institution to absorb, respond to and manage these changes. An institu-
tion lacking basic administrative structures and possessing a decision-making
framework which involved only a very small group of individuals was in no
real position to cope with curriculum change without corresponding reform
of decision-making processes and supporting administrative structures.
The conclusions to be drawn from the experience therefore are that:
 sustainability in curriculum reform is dependent upon corresponding
and supporting managerial reform. Although an holistic approach to
curriculum reform was found to be essential, the evidence suggests that
this will not in itself lead to sustainable developments unless under-
pinned by managerial reform which addresses, in a similar holistic
approach, issues relating to conditions of service of staff, appointment,
appraisal and promotion criteria and procedures, decision-making mech-
anisms, administrative and managerial structures, resource allocation
mechanisms and the development and use of management information
systems;
 speed of change is influenced by the cultural environment in which
change is taking place. The holistic approach to which reference is made
above needs to recognise that organisational change requires a change
in culture which will be reflected in the attitudes of those working
within the organisation. This is particularly so in a country like Mongolia
which is emerging from seventy years of communist policy and practice.
Crucial to this was the capacity of individuals and groups to change.
Exposure to western experience, either through funded attachments or
academic study programmes, was found to be an important factor in
this respect. It was evident during the project that the most effective
change agents were those who had prior experience of working with
western colleagues and who had returned to Mongolia enthused with
the opportunities which a change in culture might bring;
 the change process needs to permeate throughout the institution. The
evidence from the project is that curriculum change, even with accom-
panying managerial reform, cannot be implemented successfully by
interaction only with senior staff. Although the leadership skills and the
degree of receptiveness of senior staff are critical to successful imple-
mentation, the ability and willingness of more junior staff to accept
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common ownership of change and a willingness to share with colleagues
information previously regarded as personal intellectual property is an
important component of success. If a newly reformulated curriculum is
to be developed, teachers need to be aware of and respond to the wider
implications of this change;
 the effectiveness of reform at a sub-institutional (School) level is
dependent upon support from key change agents at an institutional
(University) level. Previous sections have emphasised environmental and
cultural constraints and the need to involve staff at all levels in the
change process. The evidence suggests that it is also necessary to influ-
ence, and to interact with, the wider environment in which curriculum
and managerial reform are taking place. For instance, in the current
project, staff conditions of service could not have been implemented
without support from key change agents at the university level and
changes in financial management to create internal flexibility could not
have taken place without government initiative. Although the project
was located within the School of Economic Studies, curriculum reform
within the School relied upon support from a wider community;
 reform at a sub-institutional level gives the opportunity for in-depth
analysis of processes and structures in preparation for capacity building
at the wider institutional level. Notwithstanding the constraints of
working at a School level, reform targeted at a limited audience gives
the opportunity for in-depth exploration of issues in the form of a pilot
study before implementation of change on a larger scale.
Given the achievements and constraints outlined above, it is pleasing that
there is now an intention to build upon reform within the SES through
a wider project focusing upon institutional strengthening and management
development within the NUM as a whole.
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